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Abstract 
Scholars and practitioners seeking to find ways to introduce assessment schemes that promote effective learning have called for 
the introduction of more frequent and more diversified assessment tasks that are aligned with learning outcomes and teaching 
strategies. The use of available technological tools, such as online student management platforms, can facilitate the introduction 
of frequent and diversified assessment tasks, making it user friendly, as well as, cost and time-effective. The present study 
attempts to register student perceptions on the impact of frequent assessments with the use of technology on effective learning, in 
the context of a third year Business undergraduate course in an overseas campus of a British University. A mixed 
(qualitative/quantitative) research methodology study is conducted in the course of nine weeks with a sample of 30 students. A 
repeated measures ANOVA is used for quantitative data analysis and Content Analysis is applied to process the qualitative data.   
© 2015 The Authors. Published by Elsevier Ltd. 
Peer-review under responsibility of Academic World Education and Research Center. 
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1. Introduction 
Assessment, along with teaching and learning, is a central pillar of education, with scholars and practitionaires 
going as far as arguing that assessment is the most important thing that teachers do for their students (Race, 1995; 
Ellington, 1999; Brown, 2004). Assessment’s vital role in student learning has been studied and researched 
thoroughly in literature. In particular, it has been highlighted that constructively aligning teaching and assessment by 
bridging intended learning outcomes with assessment tasks through teaching and learning activites can have a 
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majorily positive impact on student effective learning (Biggs, 1996;1999; 2003; Brabrand, 2006; Biggs & Tang, 
2011). At the same time, it can represent a challenging area of education that has been also descibed as “Achilles’ 
heel of quality” (Knight, 2002). The purposes of assessment, can be consolidated in three main areas: feedback, 
motivation and student learning (Trotter, 2006).   
While formative assessment, having a diagnostic role for formative purposes, has been praised for providing a 
great service to students by promoting deep learning through a scaffolding process (Biggs, 1990), summative 
assessment has been more controversial. Mostly, summative assessment takes place at the end of a series of teaching 
and learning activities and intends to measure student performance and evaluate student achievement of the learning 
outcomes. The tendency of students to learn what they anticipate they will be tested on has been identified by Lewis 
Elton (1987) as backwash, a negative effect of summative assessment on student learning (Crooks, 1988; 
Frederiksen & Collins, 1989). In this context, it appears that it is assessment, rather than curriculum, that establishes 
what and how students learn (Snyder, 1979; Gibbs, 1988; Heywood, 2000; Biggs & Tang, 2011).  
Backwash however should not be regarded as a barrier to student learning, rather as an opportunity. Assessment, 
can, in this context, constructively be used as a tool to promote student motivation and engagement, to encourage 
deep learning and to potentially contribute in the improvement of students’ academic performance. Continuous 
assessment in particular can be valuable instrument to enhance student learning. The introduction of frequent 
assessment tasks in the curriculum, can effectively act as the necessary external stimulus to enhance student 
motivation and consolidate student learning (Rowntree, 1987; Trotter, 2006). On the other hand, continuous 
assessment is raising a number of challenges, primarily associated with time and resources constraints, as it  can 
create excessive burden to both students and staff, it raises time contributing to student anxiety and creating 
unmanageable workload for both students and staff (Brown et al, 1996; Dunn at el, 2004; Trotter 2006).  
E-assessment, a term used to describe assessment facilitated with the use of Information and Communication 
Technologies (ICTs) can constitute a helpful and time and cost effective means for the implementation of 
continuous assessment. The use of ICTs in assessment have multiple benefits: students can undertake assessment 
tasks more conveniently, without even being physically present, assignments can be marked speedily, objectively 
and in a transparent manner and teachers can provide students with timely feedback. Most importantly, in the era of 
digital natives (Prensky, 2001; Keramidas et al., 2007), students, with the exception of those who face challenges of 
computer literacy, demonstrate an overall positive stance towards the use of ICTs in general and for their 
assessments in particular (Dunn at el, 2004, Dermo, 2009). 
Althought the use of continuous formative assessment has been positively perceived as a strategy to improve 
student engagement and motivation and promote deep and effective learning, the positive impact of frequent 
summative assessment has not been consistently and convincingly demonstrated. However, it has been argued that 
summative, more than formative assessment can contribute to independent learning, as it prevents students from 
becoming over-dependent on the support they receive from their teachers (Trotter, 2006). The use of ICTs can 
greatly facilitate the implementation of continuous summative assessment and remove a significant part of the 
burden that the introduction of frequent assessment tasks involves for both stuents and staff.   
Considering that the frequency of assessment tasks and the choice of assessment methods are significant 
components for the development of an effective assessment scheme in the context of curriculum design (Dunn et al, 
2004; Craddock & Mathias, 2009; Dochy, 2009; Hernandez, 2012), this study aims at exploring how students 
perceive the integration of frequent online summative assignments in their curriculum. In particular, it attempts to 
register student perceptions on frequent assessment with the use of technology and evaluate their evolution in the 
course of the study period of nine weeks. Students’ familiarization with e-assessment and its convenience benefits 
definitely contribute to students’ initial positive perceptions of online assessments. However, unsurprisingly, initial 
responses to the introduction of frequent summative tasks are mostly negative, taking into account students’ natural 
aversion towards the increase of workload involved. In this framework, it is interesting to examine how student 
perceptions of frequent summative assessments may evolve over time, in view of the continuous assessment’s 
potential impact on student effective learning.  
 
2. Methodology 
 
2.1. Participants 
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Participants in this study are 31 out of total 43 students enrolled in a Business School third year undergraduate 
module of a British University offshore campus in Dubai, UAE. 
 
2.2. Procedure 
 
The research proposal has been approved by the Research Ethics Committee of the University. 
A mixed (qualitative/quantitative) research methodology study was conducted on the above sample, in the course 
of the first nine weeks of a Business School third year undergraduate module, taught in two terms and comprising of 
a total 24 weeks. During the study period, students were assessed weekly through an online e-assessment platform 
operated by the core textbook’s publisher. Those weekly assessments consisted of problem-solving case-study 
exercises, covering the learning material taught during the week and carrying minimal weight towards students’ 
final grades (2%).  
A questionnaire was administered to participants, at the end of teaching sessions, at three points of time during 
the research study period: at the beginning of the term (week 1), mid-way (week 5) and at the end of the research 
study period (week 9). Questionnaires, comprising of the same content in all three rounds, were anonymous in order 
to protect participants’ confidentiality and to guarantee the objectivity of the study. Additionally, in order to monitor 
the evolution of each participant’s individual perception, each student was required to identify and a private, 
personal code in all three questionnaires. 
At the beginning of the study, before the administration of the first round of questionnaires, students/participants 
were provided with information on the context, the aims and objectives of the study, the voluntary nature of their 
participation and the possibility of withdrawing their participation at any time, both orally and in written form, 
through the distribution of an information sheet.  
Following the information session, participants were asked to sign a consent form. 
Upon completion of the research study, participants were provided a debriefing sheet with information on the 
purpose of the study and applicable confidentiality guarantees.  
 
2.3. Instruments 
 
The questionnaire administered (see appendix) contains two 5-point Likert-type and one open-ended question, 
attempting to register student perceptions of frequent assessment with the use of technology.  
 
2.4. Design and Data Analysis 
 
A mixed methods design was implemented, combining qualitative with quantitative measurements. A repeated 
measures ANOVA is used for quantitative data analysis. To analyse student perceptions of online weekly 
assessments, responses to the open-ended questions were read and coded independently by two reviewers and 
Conventional Content Analysis (Hsieh & Shannon, 2005) was applied to process the qualitative data.   
 
3. Results 
3.1 Quantitative data analysis 
 
Means and Standard Deviations for student perceptions towards weekly and online assessment at the three 
different points of time are shown in tables 1 and 2 below.  
Two repeated measures ANOVA were performed to evaluate mean differences registered between the three time 
points of questionnaire administration (week 1, week 5 and week 9), in order to observe the evolution of student 
perceptions towards weekly and online assessments. Assuming sphericity of the data by performing the Mauchly’s 
test [χ2 (2)=2.210, p=0.33NS], the ANOVA results revealed no significant effect of time on students’ perceptions 
towards weekly assessments [F (2,26)=0.765, p=0.48NS, N=14]. On the other hand, according to the Mauchly’s test 
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[χ2 (2)=8.964, p=0.01], sphericity was violated for the data on students’ perceptions for online assessments, therefore 
a Greenhouse-Geisser correction was applied. Similarly, the ANOVA results revealed no significant time effect on 
students perceptions [F (2,17.04)=0.302, p=0.65NS, N=14].  
However, the increase in means of positive perceptions from week one to week nine, towards both weekly and 
online assessments, as demonstrated in the below tables, suggests a tendency towards improvement of student 
perceptions with time. 
 
     Table 1. Descriptive statistics for perceptions towards weekly assessments 
Point of time Mean  Std. Deviation N 
Week 1 3.5000 .94054 14 
Week 5 3.5714 1.22250 14 
Week 9 3.8571 1.09945 14 
     Table 2. Descriptive statistics for perceptions towards online assessments 
Point of time Mean  Std. Deviation N 
Week 1 4.0714 .82874 14 
Week 5 4.2143 .57893 14 
Week 9 4.2857 .72627 14 
 
 
3.2 Qualitative data Content Analysis Results 
 
Participants’ responses to the open ended questions, during the three rounds of administration of the 
questionnaires can be categorized as negative, neutral and positive.  
 
3.2.1 Participants’ negative perceptions towards online weekly assessments 
 
Students who expressed a negative perception towards online weekly assessments identified one dominant area 
of concern: stress due to the amount of workload involved. 
 
3.2.1.1 Workload-related stress 
 
Most of the students that had a negative stance towards frequent assessment undertaken with the use of ICTs 
highlighted that frequent assessments involved an increase in their workload that could be difficult to manage, 
taking into account their obligations to other modules within their Programmes of studies. This situation was 
deemed to be very stressful, justifying their negative feelings towards weekly online assessments. “Hectic” was a 
term very commonly used to describe how they felt towards frequent assessment.  
“Too hectic –we have other subjects too!” a student said, with another one adding: “Weekly assignments are too 
stressful – do not appreciate it”. 
 
3.2.2 Participants’ positive perceptions towards online weekly assessments 
 
In the category of students who expressed a positive stance towards frequent online assessment, the following 
three main themes can be identified: effectiveness, motivation/engagement, convenience and fairness. 
 
3.2.2.1 Effectiveness  
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Students have highlighted that they perceive frequent online assignments as an effective way to learn. In fact 
some have identified that this type of assessment promoted deep learning. For example a student replied:  
“I have a better understanding of what I am learning. Plus I can see how well I understand. Learning how to 
manage our time will make us more effective in our work place”.  
Another one notes: “It will provide a good basis to learning since there will be continuous comprehensive 
evaluation, helping the students to actually learn than just study”.  
 
3.2.2.2 Motivation and engagement 
 
Students have confirmed that they feel more motivated to study when they know there is a summative assignment 
at the end of each week. This also makes them want to participate more in class discussion to address all their 
enquiries and make sure they are well prepared for their assignment.  
For instance, it was noted: “You keep in mind that there is an assessment and it can be graded, so this helps in 
buckling each student up and concentrating”; and “I will participate more”.  
 
3.2.2.3 Convenience 
 
This theme mostly concerns the online feature of the weekly assessment implemented. Students have welcomed 
the use of technologies in their assessments, as they can access them more easily, they do not have to be physically 
on campus and they can undertake their assignments at their convenience.  
For example, one students sums it up by stating: “It is very convenient. You do not have to be physically present 
to submit your work. Access to material is easier and available in most places”. 
 
3.2.2.4 Fairness 
 
This theme is also relevant to the online feature of the weekly assignments. Students perceive online assessment 
as a more objective way to evaluate their performance.  
A student stated: “Connect is not biased”.   
 
3.2.3 Participants’ neutral perceptions towards online weekly assessments 
 
Participants’ neutral responses belong to this category because they are in favour of only one feature of the 
assessment (predominantly the online element) and they can identify both negative and positive elements.  
Most participants in this category noted, that although they are very satisfied with the use of technology for their 
assessments, they are skeptical towards their weekly frequency. The main themes that can be highlighted in this 
category are: workload-related stress, effectiveness, convenience and fairness. Participants noted that although they 
appreciate the effectiveness, convenience and fairness of online weekly assessments, they are anxious about the 
workload involved, due to the summative nature of the assignment.  
Some student responses that effectively represent this category are:  
“ I agree with online weekly assessment, but they should not be marked, in order to see progress without stress”; 
“I am not sure. Usually, it is good to be assessed online because it is fair: you either know the answers or you 
don’t. Whether it is good to be assessed weekly I don’t know because it doesn’t give you much time to procrastinate 
or prepare or do other things, but I can see how it can benefit the learning process”; 
“I agree to a certain extent. The internet is a great platform for assessments. However the frequency in which it is 
conducted maybe too much”. 
4. Discussion 
4.1 Student perceptions on assessment using ICTs   
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The positive student perception towards assessments with the use of ICTs is hard to be contested. As it was 
anticipated students were positively predisposed towards the use of technology in assessment. Students are, by a 
large majority, satisfied with online assessment, throughout the research period, confirming existing literature (Dunn 
at el, 2004; Dermo, 2009). They have indeed highlighted that online assignments are convenient, as they can be 
undertaken at any time, without requiring physical presence. Furthermore, in the eyes of the students, online 
assessments are deemed to be more fair than paper-based. Moreover, one of the most common reasons usually 
associated with students’ disapproval of ICTs in assessment is computer (il)literacy and general (in)competency in 
using ICTs (Prensky, 2001; Keramidas et al., 2007). However, in the present study participants had been familiar 
with the use of this particular online course management platform (Connect) and this has definitely contributed to 
their positive stance. 
 
4.2 Student perceptions on continuous summative assessment 
 
On the other hand, students have various reasons to be skeptical towards continuous summative assessment. As 
indicated, the stressful workload involved in weekly assessments was the dominant area of concern for students that 
expressed a negative or neutral stance towards frequent assignments. Although students are familiar with continuous 
formative assessment and they seem to appreciate it, they become anxious towards frequent graded assignments. 
This summative element is what stresses them. At the same time, it can be argued that this is exactly what motivates 
them. As argued in literature, students tend to study what they know they will be tested on (Snyder, 1979; Elton, 
1987; Rowntree, 1987; Gibbs, 1988; Heywood, 2000; Trotter, 2006; Biggs & Tang, 2011). Therefore, when they 
know they are required to undertake a summative assignment at the end of the week, they become more motivated to 
attend and participate in class and study the learning material. According to the findings of the present study, 
students themselves seem to recognize that fact very often. When they identify the link between summative 
assessments and their motivation, they tend to appreciate the effectiveness of continuous assessment and its 
contribution to deep learning, even if they do not have think highly of it as a type of assessment.  
Interestingly, from the above findings, we can observe a positive trend, albeit a non significant one, in student 
perceptions towards continuous summative assessment during the course of the research. This trend may be 
attributed to the fact that, given time and practice, students are starting to realize the positive impact that frequent 
summative tasks can have on their learning. This is particularly evident by the rise of positive responses in the third 
round of questionnaires which took place right after a mid-term MCQ test. It can be argued that students may have 
attributed their good performance in the test to their preparation undertaken in the form of weekly summative tasks.   
 
4.3 Limitations / Future Directions 
 
The number of respondents has fluctuated across the different rounds of questionnaires. In the first round a total 
of 30 students participated, in the second the number dropped to 20 and in the third round 21 students responded. 
Reasons for this variation are exogenous to the study and are mostly related to administration and enrollment issues 
or student absences. As a result, only 14 students have taken part to all three rounds of questionnaires, a fact that 
further limits the sample size. 
The limited size of the sample renders it difficult to draw safe conclusions on the evolution of student perceptions 
towards weekly summative assessment, merely based on the quantitative data. This is why the qualitative data has 
been an integral part of this study. Furthermore, as indicated, the study was conducted in a time-restricted period of 
nine weeks, which can be seen as inhibiting the monitoring of the dynamic evolution of the student perceptions. A 
clearer improvement pattern in student perceptions towards continuous summative assessment could have been 
observed, should the study had been conducted for the duration of a full academic year. 
In the future, taking the above limitations into account, it would be very interesting to conduct a similar study for 
the extended period of a full academic year. In the context of such research, it would be appropriate to study 
additional parameters that can serve as indicators of continuous summative online assessment, such as the 
perception of teachers, including an examination of the challenges they face to implement this model, as well as its 
impact on student academic performance. 
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